Mexican teachers were frequently perceived as relatively authoritarian but loving parents who were personally responsible for the learning of their students. American teachers, on the other hand, were perceived as less personally involved with students and as encouraging students' individual responsibility.
Review of Literature
A body of research has looked at factors relating to the success or failure of Mexican students in schools. One set of studies has looked at how Mexican children learn at home. The Mexican mothers in Valdés' (1996: 147) study prepared their children for school by teaching them to be respectful and to behave: they were taught 'not to be disruptive, not to call attention to themselves, not to interrupt adult speech …'.
Other studies have identified factors that may contribute to the success of Mexican students in American schools. Possible factors include a collective or cooperative classroom structure over an individualistic competitive one (Delgado-Gaitán, 1987; Engelbrecht, 1983; Losey, 1997) ; a classroom that has almost a familial relationship between student and teacher (Losey, 1997) ; teachers who really care about Mexican students (Valenzuela, 1999) ; teachers who do not cause students to lose face (Albert & Nelson, 1993) ; and teachers who have high expectations of their students coupled with the belief that the students can achieve these high expectations (Chávez, 1997; García, 1991; Romo & Falbo, 1996; Tikunoff, 1983) .
Factors that may hinder Mexican students' progress in school include a number of subtle teacher behaviours that distance the student from the teacher, such as teachers calling on Mexican students less, praising them less, mispronouncing their names, and avoiding eye contact and physical closeness (Buriel, 1983; Losey, 1997) ; teachers evaluating the Mexican students negatively because they do not speak out loud, ask for the teacher's attention, volunteer, or call out answers (Valdés, 1996) ; students' lack of cultural knowledge as it relates to appropriate classroom behaviour and school procedures (García, 1999) ; and students' expectations that education in the United States is more like the Mexican concept of 'educación' which is based on respectful, caring relations between teachers and students as the basis for learning (Valenzuela, 1999) .
Other factors that often affect Mexican students are leaving relatives and friends behind, difficult living conditions, feeling that other kids make fun of the way they speak; experiencing the stress associated with acculturation, and not feeling accepted by others (Gonzales & Padilla, 1997; Goodenow, 1992; Kurtines & Miranda, 1980; Padilla, 1986) .
The studies reviewed in this paper investigated Mexican children in American schools. Little research has been published in English on Mexican students and teachers in Mexican schools and fewer, if any, have compared Mexican and American students' and teachers' perceptions of school-related issues.
The purpose of this study is to identify patterns of difference in the behaviours, expectations and attitudes of Mexican and American students and teachers. The overall research question is: What school-related differences emerge from the perceptions of American and Mexican students and teachers?
Method
The methodology used in this study can be described as qualitative interviews. Mexican teachers and students in Monterrey, Mexico were interviewed in Spanish by Mexicans; American teachers and students in Atlanta, Georgia were interviewed in English by Americans; and Mexican ESL students in Atlanta were interviewed in Spanish by a native Spanish speaker. Interviews were face-to-face and audiotaped. Because our goal was to look for patterns that emerged within a group (e.g. Mexican teachers) and to compare patterns from one group to patterns from another, interview questions were structured. Although traditional structured interviews leave little room for variation (Fontana & Frey, 2000) , the questions in this study were open-ended. The interviewer's role was that of an attentive listener. Because we were interested in understanding the interviewees' point of view, interviewers were trained in the qualities often associated with unstructured interviews; e.g. gaining trust and establishing rapport (Fontana & Frey, 2000) . As with other qualitative research, the results cannot be generalised beyond the participants in this study; however, they do suggest differences that may help American teachers understand the Mexican students in their classrooms.
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Participants United States
Students. Participants met the following selection criteria. They (a) were in the fourth to eighth grade, (b) maintained a 3.0 grade point average, and (c) were in public schools in an urban area. In the United States, 20 native English-speaking (NES) students and 20 Mexican ESL students were interviewed. The NES students were interviewed in English by a native English speaker and the Mexican students were interviewed in Spanish by a native Spanish speaker. All of the Mexican students had studied in Mexico for at least one year before coming to the United States.
Teachers. Twenty NES content area teachers and 20 ESL teachers were also interviewed. Interviews were audiotaped and later transcribed. All teachers were from Atlanta, Georgia.
Mexico
Students. Participants (a) were in the fourth to eighth grade and (b) were selected by teachers as 'good' students. Forty students in the fourth, fifth, sixth or seventh grade were interviewed in Spanish by native Spanish-speakers. The audiotapes were transcribed into Spanish and also translated into English.
Teachers. Twenty Mexican teachers were also interviewed in Spanish. Teacher interviews were also transcribed into Spanish and translated into English.
Thus, a total of 80 Mexican and American students and 60 Mexican and American teachers were interviewed for a total of 140 participants.
Interviews
Items consisted of eight typical classroom scenarios, such as: 'If a student doesn't do his or her homework, what do you do?' The interview items (see Appendix) were developed by the researchers based on observations of Mexican and American classrooms and conversations with Mexican and American teachers. The student and teacher versions of the interview questions were the same.
Data Analysis
Data analysis consisted of four stages. In stage 1, the audiotapes were transcribed so that the responses for each respondent were recorded and listed consecutively; (e.g. all of Student A's responses were recorded in the order that the questions were asked). In stage 2, the data were reconfigured so that all responses to item 1 were listed consecutively. For instance, all Mexican student responses to interview item 1 were listed; all American student responses to item 1 were listed and so forth. In stage 3, two of the researchers recursively read through the responses to each question and let the data suggest the coding categories. Each question was different; the responses to each question were different; and thus, the coding categories for many questions were different. After the researchers had agreed and defined the appropriate categories for a group of questions, they independently coded the data. For all groups combined, intercoder reliability was 88%. On those items for which there was disagreement, the coders referred back to the definitions of the categories and recoded until they reached agreement. Stage 4 consisted of identifying the patterns that emerged. A central pattern that emerged was perceived differences in the role of the teacher.
Results
Not all of our data showed distinctions between school experiences in Mexico and the United States. In many cases, both Mexicans and Americans responded similarly. In this paper, however, we focus on the differences because it is the differences that often cause misunderstandings between the two groups.
Students drawing picture of teacher
In this interview item, students and teachers were asked to respond to the following situation: 'A student draws a funny picture of the teacher which exaggerates a part of his or her body, like the stomach or hair. The student leaves the picture on the teacher's desk with no name on it, and the teacher discovers it'. American and Mexican students differed in their perceptions of how teachers would react in this situation. American native English-speaking students were about evenly divided between students who believed that the teacher would ignore the picture or treat it in a light-hearted way and students who believed that the teacher would either punish the whole class or find out and punish the individual responsible for it.
One female American student observed that good teachers recognise that students are going to make fun of them:
(1) A good teacher would probably just leave it alone because all kids are going to make fun of the teacher. They're the bad guy. (USNSFS4) 2 Another student claimed that it depended on the personality of the teacher:
(2) It depends if she has a sense of humor or not. A teacher like … would get really mad and probably paste it up and ask who did it. But most teachers would kind of laugh it off. (USNSFS8) Virtually all of the Mexican students reported that they believed teachers would take it seriously. Most believed that the teacher would invariably find out who did it and punish that individual. The seriousness of the matter is illustrated by the following student comments, many of which indicate the student's punishment.
(3) Lo reporta a la dirección. Pues le llaman la atención y si no entiende, lo expulsan. (MXMS5) (She reports the child to the office. They talk to the child and if he doesn't really see that it was wrong, he is suspended.) (4) Le dice que nadie va al recreo hasta que digan quién fue. Cuando sabe quién fue, lo castiga con la detención. (MXMS2) (She says that no one is going to recess until they tell her who did it. When she finds out who it was, she punishes him with detention.)
None of the Mexican students believed that the teacher would laugh or take it as a joke.
The teachers' responses are consistent with those of the students. American subject teachers and American ESL teachers largely considered this kind of behaviour or action to be of little or no consequence. Most said that they would either ignore the picture or make a joke of it. Some ESL teachers noted that they would put the picture up and use it for a language lesson on adjectives or body parts. One ESL teacher quipped:
(5) Oh, I'd probably just make a joke out of it. I might stick it up and say, 'Thank you for the picture!' I'd just make a joke out of it. Say, 'Yeah, you did a good job of drawing me'. I wouldn't get upset about that. (USESLTF2) A content teacher stated:
(6) I hang them up as long as they're not obscene. I think it's funny. (USCTM19)
In contrast, the Mexican teachers considered the behaviour to be a problem, and responded in a variety of ways. Most of the teachers said that they knew that they would be able to find out who did the drawing. About half of the teachers said they would discover who did the drawing and would have a private talk with the child. Three teachers said that they would have a talk with the child's parents and two said that they would bring in the school social worker. Respect emerged as a central theme throughout the responses. Some examples of a common response are: These differences between Mexican and American students' and teachers' responses to this situation suggest a fundamental difference in the interpretation of respect as it relates to the role of the teacher. The Mexican responses suggest that the teacher is perceived as an authority figure whose dignity should not be abridged or burlesqued. The American responses, on the other hand, indicate that such an affront to the teacher is more acceptable, more in the nature of a childish display that would be tolerated.
Students disagreeing with teacher
In this interview item, students and teachers were asked to respond to this situation: 'A teacher says something that one of the students disagrees with. The student tells the teacher his/her point of view'. The majority of American students agreed that the teacher would either listen to and respect the student's opinion or utilise the disagreement for class discussion of the matter at hand. One female student noted that the quality of the student's comment would make a difference in how the teacher responded: (USNSFS3) Some students reported that the teacher's response would depend on the topic being taught in class (e.g. English grammar vs current events), and others noted that the response would depend upon the type of teacher:
(10) A strict teacher might not think it was funny and just say no, this is the way it is. A looser teacher would ask and say, 'Why do you think this?' Have a constructive discussion. (USNSFS13) In contrast to the American students, almost all of the Mexican students believe that teachers, if challenged by a student, would present themselves as the authority. One student pointed out that it might be the students' fault that they did not understand and that the teacher will reprimand them:
(11) Pues estás platicando. Por eso es que no entiendes. (MXFS8) ([She tells the student that] he or she was talking and that is why he/she doesn't understand.) Another student explained that the teacher would assert her authority as teacher, telling students to do what she says:
(12) Le dice que ella es la maestra y que tiene que hacer lo que ella dice. (MXMS9) (She tells the student that she is the teacher and that the students have to do what the teacher says.)
Students' responses indicate a belief that American teachers and Mexican teachers would react differently if a student disagreed with what they were saying. The American students believed that a teacher would either listen and respect the student's opinion and/or involve the class in a discussion about the particular point of disagreement. As with the responses to the funny picture situation, these responses suggest that the Mexican students generally agreed that teachers would claim themselves as authorities with the correct answer.
Students complain of a boring activity
In this interview item, students and teachers were given the following question: 'The students complained that an activity was difficult to understand and boring. They said they didn't want to do it but they didn't mind learning the material some other way'. American students were unanimous in their belief that teachers would make changes. Mexican students, however, indicated that many teachers would not change the activity.
A typical response from an American native English-speaking student was:
(13) Probably make up a game that we could play while we were doing it or put in some prises or a check mark for three points onto your grade. She'd try to get more students involved in doing this by making a game of it. (USNSFS10) Mexican school students were about evenly divided between those who thought the best teacher would listen and make changes and those who thought the best teacher would not change his/her lesson plans. Among those who believed that the best teacher would not make changes, many noted accompanying instructions, such as asking the students to pay more attention or telling them that they need to be able to do these activities in order to pass to the next grade. A representative response among those who thought the teacher would not change the activity indicates a belief that the teacher is the authority figure: (14) Les diría que no, que ella iba a decir qué vamos hacer. (MXFS13) (She would tell the students she is the one who says what they have to do.)
Mexican ESL students in the American were largely in agreement that the teacher would change his/her methods, but only change by re-explaining the material using different words to convey the meaning.
Among the teachers there was almost total unanimity that they would listen to the students' ideas and change the activity. Only one American content teacher and one Mexican teacher noted that they would not change, and two Mexican teachers noted that they would consider the students' suggestions for use at a later date.
Students not doing their homework
Teachers and students were asked to respond to the situation: 'A student doesn't do his or her homework'. The American content area teachers were much more likely than Mexican teachers to be oriented toward rules or consequences that resulted from students not submitting their homework on time. Often the American teachers would not accept work if it were more than one day late. Examples of typical responses from content teachers are:
(15) It depends on how frequently they are not doing their homework. I had a very simple system. In my grade book I'd have blocks of ten, and they knew it would be 10% of their grade. Periodically, I'd mark off whether they'd done their homework. They could check it at any point. I set it up so they knew there was a cost to not doing it. (USCTF17) (16) I reinforce my policy about homework. I use a homework form that the kids sign saying that they realise they had homework and they chose not to do it and I keep it on file. (USCTF6)
In contrast, most Mexican teachers expected the students to do the work. If students had not completed it at home then the teachers expected them to do it in school. The focus of the Mexican teachers was more on getting the work done some time rather than on time. Examples that illustrate this expectation are:
(17) Hay que motivarlos a que hagan la tarea. Hay que hacerles ver que es una obligación de ellos que tienen que traer la tarea, y si no en los ratos libres, y también en esos sitios hay que ponerlos a trabajar porque no terminaron su trabajo. (MXTF1) (They have to be motivated to do their work. They need to know that it is their obligation to do it and they have to do it during free time (recess) because they did not finish their work.) (18) Le pido que lo hagan en el salón de clases (MXTF19) (I have them do it here in the classroom.)
Another difference between the American and Mexican teachers relates to the use of treats. If students completed their homework, some American teachers gave them treats such as candy, cupcakes, or prizes. If students did not complete their homework, teachers would withhold treats. For example, one American teacher responded:
(19) They get points for turning in their homework and at the end of the week they could turn in their points for prizes or something, you know, positive reinforcement. (USCTF5) None of the Mexican teachers mentioned treats as a means of encouraging homework.
A related facet of the teacher's role in the relationship with students is the emphasis placed on the teacher's responsibility for seeing that students learn what they need to learn. Responses regarding a related question about students making up missed work during absences showed very similar patterns. The American content teachers placed much more emphasis on the responsibility of the individual to either make up the missed work or take the consequences of the actions. That is, the teacher may give the student the missed assignments, but would not offer supplemental support, instruction, or assistance to help students catch up. Additionally, more American content teachers expressed the sense that they would simply employ official school policy in responding to the issues of absences.
Many of the Mexican teachers responded differently. They would go to some length to work with students to catch up and make up the missed work. Such effort included meeting students during recess or after school to help them with missed work, coming to school on Saturday to give additional help, or even tutoring the student in the teacher's home. None of the Mexican teachers noted any use of school policy.
Conclusion
This paper focused on cultural differences in the roles of Mexican and American teachers and students as perceived by Mexican and American teachers and students. It is important to point out that what people believe would happen in a given situation may be different from what would happen during daily interactions. It is also important to point out that a great deal of diversity exists among teachers and students in both Mexico and the United States. The data in this study suggest patterns of behaviour, but many exceptions to the patterns exist. For example, not all Mexican teachers fulfil the role of a caring authoritarian parent.
Although there are exceptions to our findings, our data is consistent with the work of Valdés (1996) and Valenzuela (1999) who note that Mexican students are accustomed to a school environment that includes teacher-student relationships that resemble the relationships of parents with their children. More specifically, our data suggest that a teacher in Mexico is more likely to be perceived as a relatively authoritarian but loving parent, one who is personally responsible for the learning of the students. Respect for the teacher is very important and is shown through maintenance of the teacher's dignity. The American responses suggest a less hierarchical and more negotiated relationship, a relationship in which students may draw a caricature of or disagree with a teacher without causing the teacher to lose respect. These responses reveal that the Mexican notion of respeto goes beyond the English term respect. In Mexico, certain roles (and the people who occupy them) demand respeto based on the nature of the role (e.g. parents, teachers) and require particular kinds of behaviour (Valdés, 1996) . As Valdés' study indicates, parents prepare their children for school not so much by teaching them academic content such as numbers and letters, but more by teaching them how to relate to their teachers respectfully. Valenzuela (1999) notes this connection in the Mexican ideal of 'educación', an ideal that places the teacher-student relationship as a cornerstone for all learning.
American teachers appear in our data to be somewhat more willing to allow students to 'get away with' some childish behaviours, but also to allow students room for individual failure and/or responsibility for their actions, such as turning in homework. This facet of the teacher-student relationship that values the individualism of self-expression may work against students who are more accustomed to a cooperative classroom structure (Delgado-Gaitán, 1992; Engelbrecht, 1983; Losey, 1997) and to teachers who consider it their personal responsibility to see that students behave respectfully and learn the necessary content.
The point here is not to criticise any teacher or group of teachers for their methods and approaches to teaching. The questions for consideration are more a matter of seeking to understand students. If students are accustomed to teachers in the parental, affectionate authority role, then how are they to interpret teachers whose style and approach offer a different role or image? If students from Mexico respond to a certain situation in a way that does not fit the American teacher's expectations, might there be a source for the response that originates in their expectations of the teacher-student relationship?
Teachers have choices from a range of responses, all of which may be quite natural, authentic, and 'real'. The more teachers know about what kinds of experiences and expectations their students may bring with them to their classrooms, then the better informed teachers' choices can be. So, for example, if teachers have reason to believe that some of their students may interpret their responses in a way that suggests they do not respect themselves (such as how teachers respond to the 'funny picture'), then teachers can choose to respond in another way. Or if teachers believe they are teaching individual responsibility (for homework or work missed during an absence), but have reason to believe that some students may interpret their actions as lack of caring, then teachers may adapt their behaviour to the culture of the students.
Knowing that one has choices of responses or action at any given moment and that a variety of student interpretations is likely may seem daunting initially. However, part of the growth that teachers must do is to develop a deeper understanding of students and of their lives, experiences, cultures, values and expectations. Learning to embrace knowledge of cultures different from one's own, and learning to suspend assumptions about students while growing toward a deeper connection with them constitute a pedagogical framework upon which teacher-student relationships and the consequent success of students may depend.
